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Our Work Together

 Explore key skills and context needed for
students to learn to self‐regulate.

 Consider feedback practices that lead to
self‐assessment.

 Identify ways for students to reflect
through self‐regulation and tracking.

Create a Culture of Investment

 Build a trusting community. Be curious and
interested.
 Frame with possibility. Promote a growth
mindset.
 Use language and tone of possibility.
 Focus on learning.

“Students often come to lessons with already constructed realities 
(third worlds), which, if we as teachers do not understand them before 
we start to teach, can become the stumbling blocks for future learning. 

—Hattie, Visible Learning (2009), p. 26

Being Curious About Our Learners

The Social and 
Emotional Reality 
and the Need 

Asking students in multiple ways 
how they are doing means so 
much.
 Record and share a two‐ to four‐

minute video to open each week.
 A phone call to check in (maybe a

handful of calls a day).
 Mail a letter.
 Quick poll from Google forms or

another app that could be texted.

Circles as a Method of Check‐In
In small groups, students share responses to statements or 
questions geared toward their social and emotional states 
of mind.

 Ask students to describe a rose (something going well), a 
thorn (something challenging), and a bud (something to
look forward to).

 Share a picture. “What does it make you think about?”
 “What is your current level of stress?”
 “What is your favorite movie, food, or outside activity?”
 “What is your favorite video game? Why?”
 “What helps you learn the most? What gets in the way of 

learning?”

Being Curious 
About Our 
Learners

 How do students learn? What helps them engage?
What shuts them down?

 What experiences and assets do they bring to the
classroom that can connect their learning with the
classroom environment?

Pause and Ponder

With your randomly assigned group, respond to 
the following: 
1. Whip around: How is your energy level today?

Ready to rock!  Calm and open. I am here.

2. How do you connect with your students?
What works well?

3. How will you build community and trust
in your classrooms no matter what the
year looks like?
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Frame the Future 
With Possibility

“We are suggesting that the readiness of learners needs 
to be handled thoughtfully in the opening weeks—
balancing diagnostic assessment with developing 
classroom culture filled with optimism, possibilities, and 
creative choices.”

—Jacobs & Zmuda, “How Will We Return to School?
Curriculum Choices in the Face of COVID19,” 

Learning Personalized [online] (April 27, 2020)

Mindset Matters

(Dweck, Mindset: The New Psychology of Success, 2006)

Promoting a Growth Mindset

Fixed: “I don’t know.”  
(Nothing I do is going to change what I know.)

Growth: “I don’t know yet.” 
(If I work at it, I’ll figure it out.)

(Dweck, Mindset: The New Psychology of Success, 2006)

Building a Growth Mindset 
Through Interactions With Students

Fixed Growth

Student: “I didn’t do my 
homework. It doesn’t matter.”

Teacher: “You got this. Try one 
problem and then let’s see what 
makes sense and what doesn’t.”

Student: “I don’t get it and my 
grade is so low I’ll never pass.”

Teacher: “I know you can do it. 
Show me what you have so far. 
When you show me evidence you 
have it, you will pass.”

Student: “I don’t get it.” Teacher: “You don’t get it yet, 
but that’s what today is for.”

Using Language 
and a Tone of Possibility

 He’s an A student.

 She’ll never make it here.

 Only a certain number of kids can get A’s in here.

 Unfortunately, he didn’t pass the exam so there’s 
nothing we can do.

 She’s a “resource kid.”

Tone Builds Trust

Focus on Learning
 Learning is clear to teachers 
and students.
o Posted in classrooms, on 
websites and assessments

o Reflected on by students
 Frame intervention for 
students in terms of learning. 
Additional time is about 
learning more, not just about 
completing work or being 
compliant.

(Vagle, “The Secret Ingredient to Effective Interventions,”
AllThingsAssessment, July 24, 2018. Accessed at https://goo.gl/7hZXTe to view.)

Setting Up the Conditions for Next Year

To accelerate and ensure hope and possibility…
 Cultivate a mindset of “You/we got this.”
 Build from strengths.
 Identify essential standards and competencies.
 Build assessments centered on essentials.
 Focus feedback and reflect on essentials.
 Build community and share stories about this   
unprecedented time.
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Which cultural characteristics are strong in your context? 
Where do you need to focus your culture work?  

What’s the evidence of this need?

 Being curious about our learners

 Promoting a growth mindset

 Using language and tone of possibility

 Focusing on learning

 Where am I going?
 Where am I now?
 How can I close the gap?

A Pathway to Student Investment

(Sadler, “Formative Assessment: Revisiting the Territory,” 
Assessment in Education, 1989)

Use the link to reflect on current student 
investment strategies.

 Where am I going?
 Where am I now?
 How can I close the gap?

A Pathway to Student Investment

(Sadler, “Formative Assessment: Revisiting the Territory,” 
Assessment in Education, 1989)

What are your strengths in 
terms of these components of 

student investment?

Identify questions and areas to 
learn more about.

Create a bridge and close the gap 
between where students are and where 

they are going.

(Sadler, “Formative Assessment: Revisiting the Territory,” 
Assessment in Education, 1998; Ramaprasad, “On the Definition of 

Feedback,” Behavioral Science, 1983)

Culture2+Strategy1 to  
Achievement, Confidence and Hope

It’s Complicated. . .
Crooks, Kane, and Cohen (1996) identified “pedagogical 
decisions” as an important factor in the validity (useful 
insights that are accurate and improve learning) 
formative assessment, noting that two students who 
had performed similarly on a task might benefit from 
differential pedagogical responses and encouragement 
based on their personal preference and needs.

(Heritage, Formative Assessment in Pradtice:
A Process of Inquiry and Action, 2013, p. 186)

Accuracy

Self‐Regulation and 
Self‐ReportingDescriptive 

Feedback

The Elements
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Reconstruct the rubric 
using the descriptive pieces provided. 

How does your version compare
to the rubric in the handout?

Score the Three Anonymous Samples 
 Step 1: Individually, use the paragraph rubric to score 
all pieces of student work in Supporting Details.

 Step 2:Within your team, share your individual scores. 

 Step 3: As a team, come to consensus on each piece. 
Do not average.

 Step 4: As a team, discuss the following:
• What are the strengths of the student work?
• What are the general challenges in the student work?
• What needs to be revised in the rubric to make it more useful 
to students and teachers?

Pause and Ponder

 What worked well in this process?

 What was challenging?

 How would you revise the rubric to make it 
better?

 What did this activity tell us about the criteria 
for quality rubrics?

The ElementsAccuracy

Self‐Regulation and 
Self‐ReportingFormative 

Feedback

What are the differences and relationships 
between assessments used summatively and 
formatively?

Hoover and Abrams (2011) found that 64 percent of the 
teachers in their study reported their instructional 
pacing prohibited reteaching concepts. 

In the Fitzpatrick and Schulz (2010) study, teachers 
reported adjusting their assessments to match what 
they already knew their students could do.

The teachers rationalized this practice by saying they did 
not have sufficient time to reteach given the breadth of 
the standards they were required to cover.

(Schneider, Egan, & Julien, “Classroom Assessment in the Context 
of High‐Stakes Testing,“ in J. H. McMillan (Ed.), SAGE Handbook of 

Research on Classroom Assessment, 2013, p. 58)

7003

What kind of feedback 
causes thinking, motivates 

action, and improves 
earning?

What kind of feedback 
shuts learning down?
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It’s the action, effort, and 
improvement that leads to 

student investment.  

Quality Feedback. . .

Is timely and sensitive to levels 
of on understanding

Quality Feedback. . .
Is focused and manageable

“If our feedback doesn’t change the 
student in some way it has probably been a 
waste of time.”

—Wiliam, “The Secret of Effective Feedback,” 
Educational Leadership, 73(7), p. 14

Feedback as a Collaborative Team

Name _____________________

Strength: 

Next step:

Your plan to act:

Name _____________________

Strength: 

Next Step:

Your plan to act:

Choose one: 
Middle school science hypothesis 
Info writing 

Formative Action and 
Student Investment in 

Action

(Erkens, Schimmer, & Vagle, 
Instructional Agility, 2017)

Split up and review the 14 Practical Strategies
In turn:
 Share the gist of one or two you read.
 Share something you could potential try.
 Share a question or challenge and brainstorm

solutions.
CHAPMAN & VAGLE, 2011
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Pause and Ponder

 What are the most important ideas about 
feedback? How do these ideas build investment?

 Which of these practices are an embedded part 
of the work you do or observe happening with 
students?

 What might you try in order to make feedback 
practices into something that helps students 
invest in their learning?

In Practice:
Assessment Used Formatively

Split up the 14 formative assessment 
scenarios among members at your table and 
review your assigned scenario. 

In turn:
 Share the gist of one or two you read.
 Share something that could inform your 
formative design and use.

The ElementsAccuracy

Self‐Regulation and 
Self‐ReportingDescriptive 

Feedback

Student Self‐Regulation

Reflection and 
Response

 What are my learning strengths? 

 What do I need to learn more about and improve? 

 What is most interesting about this work? 

 How much effort did I put into this learning? 

 When was I most motivated? 

 When did I lack motivation?

 What helps me persist? 
 What gets in the way of my learning and 

growing (classroom conditions, instructional 
activities, among other things)?

 What does my summative score mean? 
Learning? What contributed to the score 
I earned?

Reflection and Response

(Stiggins, Arter, 
Chappuis, & 
Chappuis, Classroom 
Assessment for 
Student Learning, 
2006)

(Stiggins, Arter, 
Chappuis, & 
Chappuis, 
Classroom 
Assessment for 
Student Learning, 
2006)
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CHAPMAN & VAGLE, 2011

Young Learner’s Tracking Progress Structuring Dialogue to Get Feedback
(Grade 3 Error Analysis) 

Feedback That 
Leads to Peer 
Assessment 
on Homework
Vicki Barry
Grade 6 Math
Feedback 

on Homework

Again … Back to Culture
“It is important to be concerned about the 
climate of the classroom before increasing 
the amount of feedback (to student or 
teacher) because it is critical to ensure that 
‘errors’ are welcomed, as they are key levers 
for enhancing learning.”

—Hattie, Visible Learning (2009), p. 4

Clear Criteria and 
Tracking Progress 

Over Time 
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Student 
Tracker

Tracking and Goal Setting Critical Thinking Criteria

(Erkens, Schimmer, & Vagle, Growing Tomorrow’s Citizens in Today’s 
Classroom: Assessing 7 Critical Competencies, 2019)

Pause and Ponder

What are the most important ideas about self‐
assessment and self‐regulation?
How do you currently facilitate student self‐
assessment and teach students to self‐regulate?
What might you try to make self‐assessment and
self‐regulation practices something that helps
students invest in their learning?
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 Where am I going?
 Where am I now?
 How can I close the gap?

A Pathway to Student Investment

(Sadler, “Formative Assessment: Revisiting the Territory,” 
Assessment in Education, 1998)

Google Folder for Additional Resources

https://bit.ly/2RMtNkc

To schedule professional 
development at your site, 
contact Solution Tree
at 800.733.6786.

Nicole M. Dimich
nicoledimich@gmail.com
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Student	Investment	
Students	invest	when	learners	believe	that	they	can	do	it,	they	know	what	to	do	next,	and	the	work	
is	meaningful	and	worth	their	time.	
Creating	a	culture	of	investment	means	each	learner	must	be	engaged	and	part	of	the	classroom	
and	school	community.	We	build	community	by	doing	the	following	actions.	

Getting	to	Know	Learners (Being Curious About Our Learners)	

 Give	voice	to	learners:	“Students	often	come	to	lessons	with	already	constructed	realities
(third	worlds),	which,	if	we	as	teachers	do	not	understand	them	before	we	start	to	teach,
can	become	the	stumbling	blocks	for	future	learning”	(Hattie,	2009,	p.	26).

 Learning	and	engagement	surveys,	activities,	interviews,	and	reflection	can	offer	deep
insight	into	how	to	construct	lessons	that	best	create	the	conditions	for	optimal	learning.
What	works	for	one	class	and	one	student	may	not	work	as	well	in	another.	This	is	the
importance	of	understanding	who	is	coming	through	the	door.

 Consider	questions	such	as	What	helps	you	learn?	What	gets	in	the	way	of	your	learning?
What	do	you	do	when	you	don’t	know	what	to	do?

Promoting	a	Growth	Mindset	

 Popova	(2014)	described	the	essence	of	Dweck’s	(2006)	mindset	work:	“At	the	heart	of
what	makes	the	‘growth	mindset’	so	winsome,	Dweck	found,	is	that	it	creates	a	passion	for
learning	rather	than	a	hunger	for	approval.	Its	hallmark	is	the	conviction	that	human
qualities	like	intelligence	and	creativity,	and	even	relational	capacities	like	love	and
friendship,	can	be	cultivated	through	effort	and	deliberate	practice.	Not	only	are	people
with	this	mindset	not	discouraged	by	failure,	but	they	don’t	see	themselves	as	failing	in
those	situations—they	see	themselves	as	learning.”

 Build	an	investment	culture	by	using	assessment	information	to	give	students	power	and
possibility.

 Realize	the	power	of	the	word	yet.

Unsure Exploring Implementing Impacting 

Unsure Exploring Implementing Impacting 

Using Language and Tone of Possibility

 Tone	builds	trust.
 Focused	on	possibility,	teachers	use	language	to	talk	about	learners in terms of “our”

students,	not	“those”	students,	or	generalizations	such	as	“that	type	of	kid”	or	“honors”	kids
and	“regular”	kids.	Those	generalizations,	often	heard	and	internalized	by	students,	impact
their	beliefs	about	what	is	possible.	The	language	of	possibility	and	strength	is	framed	as
“Our	students,	whom	we	care	deeply	about,	are	not	handing	in	homework”	(Jones	&	Vagle,
2013).

 Focused	on	what	is	in	your	circle	of	influence,	not	outside.

Being Relentless About Expectations

 The	research	is	compelling	and	unmistakable:	High	expectations	for	all	students	yield
increased academic achievement (Rubie‐Davies	et	al.,	2006;	Reeves, 2007; Weinstein,
2002).

 When teachers believe learners can	do	it,	the	self‐fulfilling	prophecy kicks in, and learners
tend	to	achieve.

Focusing on Learning

 Students	are	active partners	in moving	their	learning	forward	and	understand	how	to	keep
getting	better.

 When	student	investment	becomes	central,	learners	experience	expectations	that	move
beyond	compliance	and	completing	work	to	structured	times	where	students	are	making
decisions	about	how	to	best	move	their	learning	forward.	

Unsure Exploring Implementing Impacting

Unsure Exploring Implementing Impacting

Unsure Exploring Implementing Impacting
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A	Pathway	to	Student	Investment

Student investment is the extent to which students are engaged in their learning and 
moving towards being independent in describing where they are and how to grow. To 
foster student investment, students must have information regarding three questions: 
Where am I going? Where am I now? How do I close the gap? 

Where	Am	I	Going?	(Accuracy)	
 Share learning targets with students.
 Share learning progressions or rubrics with students.
 Connect learning targets to their work through assessments

and instructional activities.
o Put learning targets on assessments.
o Provide scores by learning target or standard.

 Have students review anonymous samples of work; they should identify qualities of
strength and areas of growth in each sample.

Strategies	to	Consider	

(page 1 of 2)	
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Where	Am	I	Now?	(Formative feedback, self-assessment, and self-regulation)	
 Provide effective and efficient descriptive feedback, both written and verbal, in the

context of the classroom rhythm.
 Facilitate student self-assessment or self-reflection regarding assessment

information. Ask students to:
o Identify their strengths related to the learning targets, criteria, or standards.
o List next steps, misconceptions or areas of growth related to the learning

targets, criteria, or standards.
o Reflect on their learning targets before, during, and after instruction.

Strategies	to	Consider	

How	Do	I	Close	the	Gap?	(Taking action from feedback and self-assessment)	
 Build revision into lesson planning and instruction.
 Take action on feedback or next steps. (Action is required, not invited).
 Provide choices for how students can address the areas of growth identified in their

self-assessment. Again, action is required.

Strategies	to	Consider	

(Sources:	Sadler, 1998; Chappuis, 2014; Erkens,	Schimmer,	&	Vagle; 2017; Vagle, 2015) 
(page 2 of 2) 
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Unit	Test	2:	Biology	
Name	____________________________________________________________________________________________________________________________________________________	

Step	1:	Review your test. Indicate the number right in each section.  

Section	 Learning	Target	 Correct/Total	

Simple	Mistake	
(I know what to do, but 

I made a mistake.) 

Further	Study	
(I need to look at my 

notes and study.) 

1 
Target	2. Utilize molecular 
information to explain biological 
properties and processes. 

______/22	

16	=	proficient	

2 

Target	3. Describe the role cell 
parts have in disrupting and 
maintaining homeostasis  

Target	2. Utilize molecular 
information to explain biological 
properties and processes. 

______/5	

4	=	proficient	

3 
Target	3. Describe the role cell 
parts have in disrupting and 
maintaining homeostasis 

______/4	

3	=	proficient	

4 
Target	1. Use models to explain 
and predict behaviors of a 
biological system. 

______/2	

2	=	proficient	

5 
Target	5. Use of tools and 
techniques to display and analyze 
scientific information. 

______/7	

5	=	proficient	

Total		 _______/40	

32/40	=	Overall	
proficiency	

Strengths:	Which sections were you proficient in? Circle the learning targets above that you hit. 

Next	steps: For each section in which you scored less than 70 percent, write a statement that describes what you 
will review in your packet to relearn the information. Identify which pages you need to study to succeed on the test 
retake. Finally, identify what type of information it will cover. 

1 Statement:            Pages: 
Type of information:

2 Statement:            Pages: 
Type of information:

3 Statement:            Pages: 
Type of information:

(page 1 of 1)	
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Accuracy:	Use	Rubrics		
to	Help	Develop	a	Shared	Picture	of	Quality	

Grade	6	Informative	Writing		
CCSS.ELA-LITERACY.W.6.2 
Write informative/explanatory texts to examine a topic and convey ideas, concepts, and 
information through the selection, organization, and analysis of relevant content. 

CCSS.ELA-LITERACY.W.6.2.B 
Develop the topic with relevant facts, definitions, concrete details, quotations, or other 
information and examples. 

CCSS.ELA-LITERACY.W.6.2.D 
Use precise language and domain-specific vocabulary to inform about or explain the 
topic. 

CCSS.ELA-LITERACY.W.6.2.E 
Establish and maintain a formal style. 

CCSS.ELA-LITERACY.W.6.2.F 
Provide a concluding statement or section that follows from the information or 
explanation presented. 

Common	Formative	Assessment
Research a famous person and inform your audience why and how they came to be 
influential. 

Learning	Goals	
I can write an effective informative piece. This means I have: 

 A clear topic sentence that describes the main idea of the paragraph
 Relevant details that support the main idea
 Organized information to build the case or make my ideas clear
 Precise and specific vocabulary that adds to the meaning
 A tone and style of language that is meaningful and appropriate to the task and

audience
 A conclusion that makes sense and leaves the reader satisfied

(page 1 of 1) 
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Grade	6	Research	Paragraphs:	Student	Work	

Student	1:	Julie	Andrews	
Julie	Andrews	thrived	in	her	acting	career,	earning	her	many	honorable	

awards.	In	the	late	1940s,	Julie	Andrews	started	her	journey	to	stardom	in	

England,	and	pursued	her	career	further	by	moving	to	America	in	1950s,	and	

starring	in	the	musical	The	Boyfriend.	Kicking	off	her	career,	Andrews	starred	

in	the	1960s	movie	The	Sound	of	Music,	as	the	governess	of	the	Von	Trapp	

family,	which	earned	her	an	Academy	Award.	Later,	in	1964,	Andrews	made	a	

promising	performance	in	the	movie	Mary	Poppins,	also	earning	her	an	

Academy	Award	for	Best	Actress.	Finally,	Julie	Andrews	portrayed	one	of	the	

lead	parts	in	the	movie	The	Princess	Diaries	(2001),	which	was	“one	of	the	

most	successful	G-Rated	films	of	the	year”,	and	it’s	sequel,	The	Princess	

Diaries	2:	The	Royal	Engagement	(2004).	Julie	Andrews	was	a	huge	success	in	

all	of	her	performances	and	movies,	leaving	a	rooted	impression	on	the	world	

of	acting.	

Student	2:	Paul	McCartney	
Paul	McCartney	is	a	very	talented	musician.	First	as	a	young	boy	he	learned	

how	to	play	piano	by	listening	and	got	his	first	guitar	as	a	teenager.	His	first	

band	he	joined	was	the	Quarryman	in	1956	and	wrote	songs	with	John	

Lennon.	Later	he	created	the	Beatles	with	John	Lennon,	George	Harrison	and	

Ringo	Starr.	After	the	famous	Beatles	broke	off	Paul	McCartney	joined	the	

Wings	and	did	solo	performances.	No	wonder	people	say	he	is	the	most	

successful	musicians	of	all	time.	

Student	3:	Wayne	Gretzky	
Wayne	Gretzky	was	one	of	the	greatest	hockey	players	of	all	time.	His	

nickname	was	“The	Great	One”	because	of	how	talented,	and	great	he	was.	He	

started	playing	hockey	young,	and	by	the	age	of	ten,	he	scored	three	goals	

within	45	seconds	in	his	junior	league.	After	his	long	time	of	playing	hockey,	

he	retired	in	1999	and	in	that	same	year,	he	was	added	into	the	Hall	of	Fame.	

Wayne	Gretzky	was	on	of	the	greatest	hockey	players	in	the	NHL.	

Design in Five Workshop
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Research	Paragraph:	Student	Scoresheet	
 

Research	Skills:	Summative	Assessment	 
Exceeds Meets Partly Doesn’t Missing 
10 9 8 7 6 0 

Topic	sentence:	Well-written topic sentence flows smoothly.       

Supporting	details: 
 Strong examples, reasons, or evidence support the main idea. 
 Details directly relate to the topic sentence. 

      
      
      

Concluding	sentence:	Sentence clearly summarizes the paragraph 
and rephrases topic sentence.       

COPS	(capitalization,	organization,	punctuation,	and	spelling):	
Writing has minimal errors and effective sentence structure.       

Paraphrasing:	The student focuses and restates key ideas from 
research in his or her own words.       

Total score: __/70 
 
Paragraph	Rubric:	Specific	Descriptions 

Criteria Above	and	Beyond	
(Exceeds) 

Got	It	
(Meets) 

Emerging	
(Partly Meets) 

Beginning	
(Doesn’t Meet) 

Topic	
sentence 

Sentence captures the 
reader’s attention and is 
creative. 

A well-written, 
focused topic 
sentence flows 
smoothly. 

Opening sentence relates 
to the topic but needs 
revision. 

A sentence begins the 
paragraph. 

Supporting	
details	or	
evidence 

Paragraph includes 
strong and well-
explained examples, 
reasons, or evidence to 
enhance the meaning of 
the main idea. 

Paragraph includes 
strong and specific 
examples, reasons, or 
evidence to support 
and explain the main 
idea but may lack as 
many as required. 

Paragraph includes 
examples, reasons, or 
evidence that loosely 
relate to the main idea but 
may not have as many as 
required. 

Paragraph includes no 
examples, reasons, or 
evidence that support 
and explain the main 
idea. It may focus on 
opinion or loosely relate 
to the topic. 

Concluding	
sentence 

Sentence has an impact 
on the reader. 

Sentence clearly 
sums up the 
paragraph by 
rephrasing the topic 
sentence. 

Sentence shows a 
complete idea but does 
not reflect the main idea 
in the paragraph or 
restate the topic sentence.  

A sentence ends the 
paragraph. 

COPS 

Student varies sentence 
structures that create 
flow; writing contains 
minor errors if any. 

Student commits 
minimal errors and 
shows effective 
sentence structure. 

Student commits some 
errors, but the meaning is 
still clear.  

Errors distract from 
meaning. 

Paraphrasing 

Student creatively 
paraphrases information 
to make it unique, 
accurate, and engaging. 

Student effectively 
paraphrases 
information to make 
it accurate and 
engaging. 

The student puts 
information in slightly 
different words, but it is 
very similar to the source 
material. 

Information is identical 
or very similar to the 
source material. 

(page 1 of 1) 
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REPRODUCIBLE

Designing	an	Experiment	to	Answer	a	Question	

The	Standard	
Plan	and	conduct	a	scientific	investigation	to	test	a	hypothesis.	

Learning	Targets	for	the	Unit		
Items	is	bold	are	to	be	assessed.	

 Understand	what	a	hypothesis	is	and	how	to	design	an	experiment	to	test	its	accuracy.
 Understand	control	and	variable.
 Understand	how	to	gather	data	in	an	experiment.
 Make	accurate	measurements.
 Demonstrate	how	to	draw	conclusions	based	on	data	gathered	through	experimentation.

The	Assignment	
You	observe	that	some	metals	rust	under	certain	conditions	and	want	to	learn	more	about	why.	
Create	a	hypothesis	to	answer	the	question:	Does	spraying	water	on	a	piece	of	metal	cause	it	to	rust	
faster?	Then	design	an	experiment	with	a	control	group	and	a	variable	to	test	the	accuracy	of	your	
hypothesis.	Explain	how	you	will	collect	data	to	answer	the	question.	

Rubric	

4	

The	hypothesis	is	related	to	the	question.	The	student	has	identified	a	variable	
that	helps	answer	the	question	and	has	identified	one	or	more	items	to	control	in	
order	to	achieve	an	appropriate	outcome.	The	experiment	design	allows	the	
student	to	collect	data	to	answer	the	question.		

3	

The	hypothesis	is	related	to	the	question.	The	student	has	identified	a	variable	
that	helps	answer	the	question	and	has	identified	one	or	more	items	to	control	in	
order	to	achieve	an	appropriate	outcome.	The	experiment	design	is	flawed	and	
may	not	allow	the	student	to	collect	data	to	answer	the	question.	

2	
The	hypothesis	is	related	to	the	question.	The	student	has	either	misidentified	the	
appropriate	variable	or	not	identified	items	to	control	in	order	to	draw	a	correct	
conclusion.	Thus,	the	experiment	will	not	lead	to	a	correct	answer	to	the	question.	

1	
The	hypothesis	isn’t	related	to	the	question.	The	experimental	design	is	flawed	in	
one	or	more	ways	and	will	not	solve	the	problem.	

Design in Five Workshop
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Student 1 

Hypothesis:  __The more water sprayed on a piece of metal, the quicker it will 
rust.__ 

Control:    type of metal, keeping the metal inside so that the temperature is the 
same 

Variable:  __amount of water sprayed_______________________________________ 

To find the answer to my problem I will conduct the following experiment: 

______I will take four pieces of  the same metal (steel) and will keep them in the 

same conditions:  temperature,  sunlight, etc.  I will spay one piece with water 4 

times a day, one with water 2 times a day, one with water once a day, and I won’t 

spray the fourth one at all.  I will observe the metal for 3 weeks to determine how 

much each piece of metal rusts. 

Student 2 

Hypothesis:  __Water sprayed on metal won’t affect how quickly it rusts. 

Control:  How much water I spray on the metal 

Variable:  __where I put the metal during the experiment  

To find the answer to my problem I will conduct the following experiment: 

______I will put some metal in various dark places around the house.  I will get 

each piece wet in the beginning and then watch to see if they rust.  I will measure 

the metal every day to see if it is rusting. 

Design in Five Workshop
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Formative Feedback:	The	Relationship		
Between	Formative	and	Summative	Assessment	

Formative	
When responding to assessments in a formative 
way, teachers communicate learning strengths and 
next steps to students. 

Written or verbal descriptive feedback directs  
next steps and often includes guiding revision, 
instruction that helps students address errors, and 
requiring students to fix simple mistakes. 

Feedback is only as good as student responses. 
Student responses to feedback can happen 
individually or in small groups. For example, all 
students who make the same error gather to work 
together. Student errors guide the teacher to 
provide a minilesson to help students revise work.  

Questions	to	Ponder 

 What do errors tell us about what students
need to learn more about?

 How do students analyze errors? Students
revise their work, including adding on,
changing, or solving another way.

Summative	
When intending summative use, teachers ensure 
students get information by standard, learning 
target, or criteria, so they understand what the 
grade or mark means in terms of learning. 

Special	Note	About	Tier	2	
Tier 2 interventions occur throughout a unit for students needing additional time on essential skills. 
When schools build in Tier 2 time, interventions are targeted and typically happen after analyzing end-
of-unit assessments.  Students who do not master essential standards receive additional time and 
support for that purpose.  

Students must not miss core instruction in essential standards when engaging in Tier 2 intervention. In 
other words, students who do not master essentials should not miss core instruction in the next unit to 
receive Tier 2 intervention. Missing core instruction puts students at a further disadvantage. 

(page 1 of 3) 
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Formative Feedback	
Feedback is any comment verbal or written that provides 
information on the proficiency or effectiveness of a product or 
performance. It involves activities that lead to improvement and 
provides direction regarding quality.  

Hattie and Timperley (2007) described feedback and its 
potential impact on deeper learning: “The main purpose of 
feedback is to reduce discrepancies between current 
understandings and performance and a goal …. Effective 
feedback must answer three major questions asked by teachers 
and/or by a student: Where am I going? (What are the goals?),  
How am I doing? (What progress is being made toward the 
goal?), and Where to next? (What activities need to be 
undertaken to make better progress?).” 

Wiliam (2011, p. 151) noted quality feedback helps students focus on learning: “A study of 1,571 students 
in 84 mathematics classrooms from fifth to twelfth grades found that students provided with positive, 
constructive feedback by their teachers were more likely to focus on learning rather than performance.” 

References	
Hattie, J., & Timperley, H. (March 1, 2007). The power of feedback. Review	of	Educational	Research, 77(1), p. 86.  

Wiliam, D. (2011). Embedded	formative	assessment. Bloomington, IN: Solution Tree Press, p. 156. 

Effective Feedback 
Characteristics 

 It describes learning; it doesn’t
quantify or evaluate it.

 It describes strengths in terms of
the learning criteria.

 It provides next steps for specific
action.

 It is focused and manageable.
 It is timely.
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Student	Investment	Through	Feedback	
(Credit	goes	to	Erkens,	Schimmer,	&	Vagle,	Essential	Assessment:	Six	Tenets	for	Bringing	Hope,	Efficacy,		
and	Achievement	to	the	Classroom,	2017.)	

Formative	Feedback	
Feedback	is	any	comment	verbal	or	written	that	provides	information	on	the	proficiency	
or	effectiveness	of	product	or	performance	&	involves	action	that	leads	to	improvement.	
Provides	direction	regarding	quality	

Quality	feedback	helps	students	focus	on	learning.	Dylan	William	(Embedded	Formative	
Assessment,	2011,	p.	151)	notes,	“A	study	of	1,571	students	in	84	mathematics	classrooms	
from	fifth	to	twelfth	grades	found	that	students	provided	with	positive	constructive	
feedback	by	their	teachers	were	more	likely	to	focus	on	learning	rather	than	performance.”	

Characteristics	of	Effective	Feedback	
 It	describes	learning;	it	doesn’t	quantify	or	evaluate	it.
 It	describes	strengths	in	terms	of	the	learning	criteria.
 It	provides	next	steps	for	specific	action.
 It	is	focused	and	manageable.
 It	is	timely.

Five	Questions	to	Guide	Formative	Feedback	
1. Does	my	feedback	elicit	a	productive	response?
2. Does	my	feedback	identify	what’s	next	for	the	learner?
3. Is	my	feedback	targeted	to	each	learner’s	level?
4. Is	my	feedback	strength‐based?
5. Does	my	feedback	cause	thinking?
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10	Effective	and	Efficient	Feedback	Strategies	
(Credit	goes	to	Erkens,	Schimmer,	&	Vagle,	Essential	Assessment:	Six	Tenets	for	Bringing	Hope,	Efficacy,		
and	Achievement	to	the	Classroom,	2017.)	

1. Highlighting Use	highlighting	to	draw	attention	quickly	to	key	areas.		
 Option	1:	The	teacher	highlights	areas	of	concern,	returning	work	to

students	and	asking	students	to	identify	types	of	errors.	Students	fix	errors
and	resubmit	work.

 Option	2:	Students	submit	work,	highlighting	areas	of	concern	within	their
submissions.	Learners	highlight	in	yellow,	and	the	teacher	highlights	in	blue.
Where	yellow	and	blue	overlap,	highlights	turn	green,	showing	agreement
on	an	error.	If	a	highlight	remains	yellow,	the	teacher	did	not	deem	it	a
mistake.	A	blue	highlight	shows	the	teacher	found	a	mistake	a	student	did
not	see.

 Option	3:	Students	highlight	a	rubric	to	self‐assess	mastery	based	on	given
criteria.	Next,	they	highlight	in	their	submissions	where	evidence	matches
self‐assigned	scores.

2. Goal	focusing Students	write	a	goal,	based	on	previous	teacher	feedback,	at	the	top	or	on	a	cover	
page	to	their	submission.	They	highlight	evidence	in	their	submission	showing	
where	they	have	improved	relative	to	a	goal	(e.g.,	a	student	working	to	improve	
arguing	from	evidence	highlights	key	sentences	or	words	linking	evidence	to	the	
claim).		

3. Group
feedback:
My	Favorite	No

Students	complete	a	single	task	on	3	x	5‐inch	cards.	The	teacher	collects	the	cards	
and	sorts	them	into	piles	(right–wrong	or	levels	of	proficiency	such	as	1s,	2s,	3s,	and	
4s)	in	front	of	students,	but	without	revealing	student	identities.	

 Right–wrong	piles:	The	teacher	selects	one	wrong	answer	(My	Favorite	No),
rewriting	it	to	mask	the	student’s	identity.	The	teacher	then	engages	the	class
in	diagnosing	all	that	is	right	about	the	work	before	analyzing	mistakes.

 Levels‐of‐proficiency	piles:	The	teacher	selects	one	card,	rewriting	it	to
mask	the	student’s	identity.	Teams	of	students	form	to	determine	the	level	of
proficiency	they	think	the	teacher	would	assign.	The	students	argue	from
evidence	and	try	to	convince	their	peers	they	have	determined	the	most
accurate	score.

Be	sure	to	end	with	groupwide	clarity	on	what	types	of	mistakes	occurred	with	each	
particular	task.	(Go	to	www.teachingchannel.org	for	the	My	Favorite	No	video.)	

(page	1	of	3)	
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4. Peer
feedback

After	students	develop	inter‐rater	reliability	with	teacher	scoring	through	constant	
practice,	the	teacher	engages	students	in	peer	feedback.	As	part	of	this	exercise,	the 
student author	writes	the	peers’	spoken	feedback.	This	leads	to	more	questioning	
and	probing,	as	well	as	deeper	understanding	of	feedback.	

5. Three‐minute
conference

Jan	Chappuis’s	conference	strategy	from	Seven	Strategies	of	Assessment	for	Learning	
(2004)	is	very	effective	for	giving	input.	In	this	activity,	a	student	completes	an	
assignment	then	fills	in	a	form	regarding	his	or	her	strengths	and	opportunities	for	
growth.	The	teacher	sets	a	three‐minute	timer	at	the	start	of	the	conference.	

 Minute	1:	The	student	shares	the	written	personal	strengths	and
weaknesses	and	points	to	places	in	the	work	that	illustrate	those	areas.

 Minute	2:	The	teacher	provides	feedback	on	strengths	and	weaknesses	and
points	to	places	in	the	work	that	illustrate	those	areas.	The	student	writes
the	teacher’s	feedback	on	the	form.

 Minute	3:	The	teacher	and	student	set	a	goal	for	future	work.	The	student
writes	the	goal	on	his	or	her	form	and	uses	that	goal	to	aim	for
improvement.

6. One‐minute
checkpoints

The	teacher	randomly	approaches	individuals	and	asks	them	to	quickly	point	to	
evidence	supporting	their	ability	to	accomplish	a	learning	task.	Students	should	
indicate	why	the	evidence	supports	their	skill	level	or	what	they	are	working	to	
improve.	Another	option	is	to	hand	students	a	single‐item	fast	task	and	circle	back	
to	hear	their	assessments	on	where	they	are	strong	or	limited.	

7. Sampling After	students	have	completed	a	task,	the	teacher	asks	them	to	select	the	best	or	
most	challenging	parts	of	their	work.	Students	should	offer	written	rationale	as	to	
why	they	want	to	focus	with	the	teacher	on	that	area	or	why	it	is	the	strongest	
aspect	of	their	work.	

8. Selecting
appropriate
feedback

The	teacher	forms	students	into	teams.	The	teacher	reviews	submissions	within	
teams,	writing	feedback	on	slips	of	paper	with	codes	to	indicate	which	feedback	
goes	with	each	project.	The	teacher	returns	the	submissions	to	respective	teams,	
along	with	the	corresponding	strips	of	feedback.	Students	decide	which	feedback	
slip	goes	with	which	submission	and	why.	

9. Dotting  Option	1:	Place	dots	at	the	ends	of	lines	that	contain	errors	(one	dot	per	error).
Ask	students	to	find,	name,	and	fix	the	errors.

 Option	2:	Walk	around	the	room	and	place	three	dots	on	each	student’s
practice	work	next	to	items	that	may	be	right	or	wrong	and	have	students	redo
the	work	to	ensure	it	is	correct,	explaining	their	thinking	as	they	do	so.

(page	2	of	3)	
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4. Peer
feedback

After	students	develop	inter‐rater	reliability	with	teacher	scoring	through	constant	
practice,	the	teacher	engages	students	in	peer	feedback.	As	part	of	this	exercise,	the 
student author	writes	the	peers’	spoken	feedback.	This	leads	to	more	questioning
and	probing,	as	well	as	deeper	understanding	of	feedback.	

5. Three‐minute
conference

Jan	Chappuis’s	conference	strategy	from Seven Strategies of Assessment for Learning
(2004)	is	very	effective	for	giving	input.	In	this	activity,	a	student	completes	an	
assignment	then	fills	in a form	regarding	his	or	her	strengths	and	opportunities	for	
growth.	The	teacher	sets	a	three‐minute	timer	at	the	start	of	the	conference.

 Minute 1: The	student	shares	the	written	personal	strengths	and
weaknesses	and	points	to	places	in	the	work	that	illustrate	those areas.

 Minute 2:	The	teacher	provides	feedback	on	strengths	and	weaknesses	and
points	to	places	in	the	work	that	illustrate	those	areas.	The	student	writes
the teacher’s feedback	on	the	form.

 Minute 3:	The	teacher	and student	set	a	goal	for	future	work.	The student
writes	the	goal	on	his	or	her	form	and	uses	that	goal	to	aim	for
improvement.

6. One‐minute
checkpoints

The	teacher	randomly	approaches	individuals	and	asks	them	to quickly	point	to	
evidence	supporting	their	ability	to	accomplish	a	learning	task.	Students	should	
indicate	why the	evidence	supports	their	skill	level	or	what	they	are	working	to
improve.	Another	option	is to	hand students	a	single‐item	fast	task	and	circle	back	
to	hear	their	assessments	on	where they are strong	or	limited.

7. Sampling After	students	have	completed	a	task,	the	teacher	asks	them	to	select	the	best	or	
most	challenging parts	of	their	work.	Students	should	offer	written	rationale	as	to	
why	they	want	to	focus	with	the	teacher	on	that	area or why it is the strongest
aspect of their work.

8. Selecting
appropriate
feedback

The	teacher	forms	students	into	teams.	The	teacher	reviews	submissions	within	
teams, writing feedback on slips of paper with codes to indicate	which	feedback
goes	with	each	project.	The	teacher	returns	the	submissions to respective teams,
along	with	the	corresponding	strips	of	feedback.	Students	decide	which	feedback	
slip goes with	which	submission and why.

9. Dotting  Option 1: Place	dots	at	the	ends	of	lines	that	contain	errors	(one	dot	per error).
Ask	students	to	find, name,	and	fix	the	errors.

 Option 2:Walk	around	the	room	and	place	three	dots	on	each	student’s
practice	work	next	to items	that	may be	right	or	wrong	and	have students redo
the	work	to	ensure	it	is	correct,	explaining	their	thinking	as	they	do	so.

(page	2	of	3)

10. Feedback	During	Instruction
(Credit	goes	to	Erkens,	Schimmer,	&	Vagle,	Essential	Assessment:	Six	Tenets	for	Bringing	Hope,	Efficacy,	
and	Achievement	to	the	Classroom,	2017.)	

Tracking	misconceptions:	This	instructionally	agile	feedback	chart	is	another	example	of	how	to	
use	observation	to	identify	misconceptions	that	lead	to	intervention.	Again,	the	team	would	analyze	
these	charts	and	develop	interventions	for	those	students	needing	the	various	interventions	on	
misconceptions.	The	chart	is	adapted	from	Fisher	and	Frey,	“Making	Time	for	Feedback”	in	
Educational	Leadership	(2012).		

Learning	target:	I	can	describe	and	support	the	central	argument	of	a	scientific	text.	

Instructional	activity	(assessment	conversation):	Learners	read	a	text	on	DNA	findings	that	aided	
cancer	research.	Learners	engage	in	a	small‐group	dialogue	and	individually	create	a	concept	map	
with	explanations.	The	teacher	notes	evidence	of	understanding	and	error,	as	well	as	levels	of	confidence.	
The	teacher	jots	student	initials	to	indicate	whether	the	student	is	making	errors	or	has	reached	mastery.	
The	teacher	can	use	data	to	form	groups	for	instruction—or	can	pull	students	aside	to	support	individually	
throughout	instruction.	

Error	 Hour	1	 Hour	2	 Hour	3	 Hour	4	 Hour	5	 Misconceptions	Interventions	

Summarizing	the	
sequence	of	events	 NT,	SW	 JS,	LM	 RR,	TZ,	SO,	

SJ,	PW	
JF,	DS,	MN,	
PS,	LD,	
DD,	FS,	DA	

Identifying	the	general	
topic	versus	the	
argument	

TN,	KL,	
OH,	AM,	
PS,	GJ	

GH	
JK,	LS,	DD,	
BA,	WD,	
FW,	PS,	NF	

KL,	DZ	
FD,	SK,	BB,	
LD,	ES,	JO,	
PW,	DS,	KS	

Providing	general	
explanations	that	
loosely	tie,	but	don’t	
support	the	argument	

KS,	TM,	
BH,	WA,	
FD,	TP,	
EW	

PT,	NV,	
LS,	MW,	
FA	

LS,	RV	 EF,	PK,	
SW,	GJ	

NT,	HJ,	KW,	
VS,	TU	

Confidence:	Showing	
mastery	but	seeking	
approval	or	wanting	
someone	else	to	tell	
them	what	to	do	

PT,	NV	 SW,	GJ	 JC,	NT,	LE,	
RV,	BD	

Showing	mastery	
VC,	MS,	
MW,	ZP,	
EF,	AD	

PE,	RV,	
CV,	MV,	
LJ,	DE	

CC,	BA,	DD,	
WP,	SS,	VM	

KL,	MN,	
SD,	ED,	PS,	
OS	

KL,	DS	

(page	3	of	3)	
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Co-Creating Criteria Protocol 

(Excerpted from Erkens, Schimmer, & Vagle, Essential Assessment: Six Tenets to Bring 
Hope, Efficacy, and Achievement to the Classroom, 2017, p. 125)  

When learners review examples of work and understand qualities of that work, their 
understanding of how to achieve grows. In this protocol, a teacher guides learners to 
review anonymous samples of student work reflecting the intended learning. The goal is to 
increase a learners’ understanding of what quality work and achievement look like and, in 
turn, be able to make adjustments and revisions to their own work. 

1. Identify the learning (standards) and the type of work or task to target for learners.
Find six to eight samples of work. Be sure all names are taken off the work,
especially if using work from previous years or other classes.

2. Have learners individually review each piece of work and determine what is strong
and what needs work. Model a few reviews so learners can get descriptive.

3. In groups of three, individuals share their strengths and needs-work descriptions.
Each group comes to consensus on each sample, identifying a strength. What does
the work show the learner understands? Then, the group identifies a next step for
each piece of work. What does the learner need to do to improve? [This can be put
on Post-It notes.]

4. Continuing in groups, they come to consensus on three to five criteria for quality
work, using evidence from the work.

5. As a class, students share their reflection on the process: What criteria did your
discussion produce? What was strong about the work, in general? What needs
work? How would you describe quality work for this task?

6. Post the list of criteria. It could even inform a rubric or the revision of a rubric if one
is already created. To create a rubric, have groups place the samples in order from
weak to strong. The weaker descriptions become the beginning levels and the
strong descriptions become the higher levels on the rubric.

7. Once students have created their own work on a similar task, they (individually or
with peers) reflect on their work using the list of criteria or rubric, identifying
strengths and next steps that lead to their own revision and growth.

Essential Assessment: Six Tenets for Bringing Hope, Efficacy, and Achievement to the Classroom
© 2017 Solution Tree Press • SolutionTree.com

Do not duplicate.
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Formative Assessment 
The Stadium Mess 

(Note: Nicole Vagle briefly outlines parts of this exercise in her chapter “Inspiring and Requiring Learning,” 
in T. R. Guskey [Ed.], Teacher as Assessment Leader, 2009, pp. 212–213.) 

Learning target: I can read and interpret text. This means I can use evidence from the text to explain what 
the texts says. 

1. You can tell from this article that the author believes that
A. *A major metropolitan area needs adequate sports facilities.
B. Minnesota is a terrible place to live.
C. Citizens should not be too concerned about sports.
D. College football is more interesting to watch than pro football.

2. According to the article, college football teams are most successful when they
A. Are located in large cities.
B. Do not share stadiums with pro teams.
C. Share downtown baseball stadiums.
D. Have an indoor stadium.

3. Which statement from the article is a fact?
A. “Unraveling this mess seems impossible.”
B. *“The Twins, meanwhile, have their own citizen-based study underway.”
C. “Minnesota’s stadium mess cannot be fixed, given the toxic political atmosphere.”
D. “None of this should surprise Minnesotans, given this state’s irrational sports set-up.”

4. What is the author’s source for his list of the kinds of sports facilities that Minnesota needs?
A. A poll of the citizens
B. An independent study done by the university
C. *His own analysis of what other cities have
D. A newspaper article about local sports

5. The author’s main purpose in writing this article is to
A. Suggest a specific solution to the problem.
B. Explain who caused the problem.
C. Persuade the reader that there is a problem.
D. *Explore the problem in detail.

6. The author of this article states that it is “pointless to lay blame” for the sports facilities mess.
However, he does indicate some possible causes. In your own words, state at least three causes
of the stadium mess that the author mentions.

(page 1 of 2) 
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Formative	Action	and	Student	Investment	in	Practice	
These 14 scenarios provide practical examples of formative assessment actions and interventions. Individuals 
and collaborative teams can use these ideas in their formative work to foster student investment. 

Activity 1:	The	Warmup	(Dimich, publishing as Vagle, 2009)
Individual teachers or collaborative teams identify a concept that is essential	to	learn, hard	to	teach, hard	to	
learn, or worth	more	instructional	time. Then, they choose a few items or tasks to administer to students as 
exit tickets.  

When the team next meets, teachers divide exit tickets into groups by misconceptions or areas needing 
improvement. Then, the team plans a 15- to 20-minute warmup for each ticket group. Students get a 
personalized warmup based on their ticket results. 

For example, an intervention could include a short plan to watch a brief video on solving a problem. In the 
video, a teacher can model how to amend a mistake. Then, students fix their problem on the original exit slip 
and try several new items to see if they now understand. The teacher observes each student and provides 
immediate feedback. 

Here’s	an	example	of	how	it	can	work:	A science collaborative team determined the week’s essential 
learning target.	Then, before the next team meeting, each teacher asked students to write an exit slip. 
Students responded to a question or solved a problem that reflected the learning for that day. The exit slip 
provided a snapshot of student understanding.  

The team met and analyzed the results, planning instruction based on misconceptions revealed in the exit 
tickets. The next day, during the 15– to 20-minute warmup, students worked in groups based on what they 
needed to improve.	

(page 1 of 10) 

Learning Target: I can use what I know about photosynthesis to make sense of 
real life problems. 

Exit Slip: A plant in a chamber is exposed to moonlight. The amount of CO2 

increases in the chamber. What can you conclude from this experiment? 

a. Plants use moonlight to do photosynthesis.
b. Plants cannot use moonlight to carry out photosynthesis.
c. Plants use moonlight to do photosynthesis and respiration.

Choose an answer and then explain your response. 
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Activity 2:	Four	Corners	
In the four corners activity, the teacher team or individual teacher (Mrs. Tanaka) prepares a review test, 
organized by learning targets and essential outcomes. Students take the test, and by reviewing the feedback, 
they can assess areas they need to work on. Next, Mrs. Tanaka jumpstarts the four corners activity for each 
essential outcome.  

Each labeled corner of the room represents a level of understanding. Mrs. Tanaka directs students to their 
respective corners. (It is important to label the corners the same way each time.) 

• Corner	1—Stop: I am totally confused!

• Corner	2—Slow	Down: I understand some of it but couldn’t pass a test today.

• Corner	3—Keep	Moving: I get it, and I wish we wouldn’t have too much homework about it.

• Corner	4—Let	Me	Help: I understand it fully and could teach it to my friends.

Once students arrive in their respective corners, they generate questions about areas they don’t understand 
or want to learn more about. Each corner then poses these questions to Mrs. Tanaka and the class to deepen 
their understanding. The questions reflect the level of understanding Mrs. Tanaka would anticipate from each 
corner.  

Each corner then reports out their questions. The questions inform the thinking of the other groups, 
generating good class discussions, a healthy sense of collaboration, and deeper understanding. 

Activity 3:	Socratic	Seminar	or	Class	Discussion		
In this discussion method, students lead and sustain the discussion. For example, after reading a text or 
introducing a topic, the teacher poses a question. The students respond and continue the conversation by 
asking questions, commenting on each other’s ideas, and offering connections and understanding. 

In the beginning, teachers give each student three comment cards and one question card. Before the 
discussion, students jot down comments and a question to add to the debate. Once they offer a comment or a 
question, they toss the card in the middle. When they are out of cards, they must wait until others play all 
their cards before re-entering the discussion. In this way, everyone participates.  

After teachers track the discussion and levels of understanding, they meet to share their observations and 
charts. From there, they pinpoint students needing to work on different essential concepts. For example, one 
group needs to better articulate basic ideas from a text. Another group grasps the basic ideas but needs to 
improve posing questions to push ideas in the text. Another group understands the basic concepts and knows 
how to ask questions but needs to build ideas and make connections. The final group requires enrichment.  

Teacher teams can observe dialogues or use other activities to identify outcomes mastered versus those 
needing attention. Planning intervention from these checklists can be a Tier 1 or Tier 2 intervention. 

(page 2 of 10) 
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Other considerations: 
 Give students examples of top-quality and lesser-quality questions to understand what kinds of

questions engage discussion or inhibit it.

 If the discussion is going fast and kids aren’t connecting with each other’s responses, slow the pace
by having students summarize what the previous scholar said before adding their input.

 In tracking and observing discussions, the teacher can prepare a tracking chart with student names
in the first column, followed by what the teacher hopes to hear from students in the other columns.
Then, as the discussion ensues, the teacher marks the extent to which students engage in quality
discussion.

Teacher	Tracking	Form	

Student	Names	 Students	words	show	
understanding	of	the	
text:	

3–Right on; reflects an 
understanding of the text 

2–Mostly accurate 

1–Some key inaccuracies 

Students	questions	
push	on	ideas	in	the	
text:	

3–Questions push 
beyond what’s written 
literally in the text 
(prediction and 
inference) 

2–Questions help 
students make 
connections 

1–Questions ask 
students to recall 
specific facts in the text 

Students	build	on	or	
question	other	
student	comments	

3–Comments or 
questions show 
students are trying to 
understand or evaluate 
other student 
responses 

2–Comments or 
questions ask for 
clarification 

1–Comments offer 
another example of 
student connection 

Student 1 

Student 2 

Student 3 

Student 4 

Student 5 

(Tracking	tool	source: Dimich, publishing as Vagle, 2009) 

(page 3 of 10) 
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Activity 4:	Two	Stars	and	a	Wish	
 I like how you…
 I like how you…
 Next time, I wish you would…

Activity 5:	Mystery	Comments	
After a writing project or constructed response, jot comments (like in “Two Stars and a Wish”) for each 
student on a sticky note.	Have kids get in groups of four to five.	Give each group four to five papers with 
matching sticky notes.	Have the learners decide which comment goes with which paper.	

Activity 6:	Tracking	Misconceptions	(Fisher & Frey, 2012)	
In the Instructionally Agile Feedback Chart, the teacher observes and records misconceptions to target 
interventions. The team analyzes the chart to guide students needing interventions on misconceptions.	The 
teacher notes evidence of understanding and error, as well confidence levels. The teacher marks student 
initials to indicate errors or mastery. The teacher can use this data to form groups for instruction or to 
support students individually.	

Instructionally	Agile	Feedback	Chart	

Learning	target:	I	can	describe	and	support	the	central	argument	of	a	scientific	text		

Instructional	activity	(assessment	conversation):	Learners read a text on DNA findings that aided cancer research. 
Learners engage in a small-group dialogue, and individuals create a concept map with explanations.	 

Error	 Hour	1	 Hour	2	 Hour	3	 Hour	4	 Hour	5	 Misconceptions	Interventions	

Summarizing the 
sequence of events 

NT, SW JS, LM 
RR, TZ, SO, SJ, 
PW 

JF, DS, MN, PS, 
LD, DD, FS, DA 

Identifying the 
general topic versus 
the argument 

TN, KL, 
OH, AM, 
PS, GJ 

GH 
JK, LS, DD, BA, 
WD, FW, PS, NF 

KL, DZ 
FD, SK, BB, 
LD, ES, JO, 
PW, DS, KS 

Providing general 
explanations that 
loosely tie but don’t 
support the 
argument 

KS, TM, 
BH, WA, 
FD, TP, 
EW 

PT, NV, LS, 
MW, FA 

LS, RV EF, PK, SW, GJ 
NT, HJ, KW, 
VS, TU 

Showing mastery but 
seeking approval or 
wanting someone to 
tell them what to do 

PT, NV 
SW, GJ JC, NT, LE, RV, 

BD 

Showing mastery 
VC, MS, 
MW, ZP, 
EF, AD 

PE, RV, CV, 
MV, LJ, DE 

CC, BA, DD, WP, 
SS, VM 

KL, MN, SD, 
ED, PS, OS 

KL, DS 

(page 4 of 10) 
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Activity 7:	Criteria	for	Problem	Solving	and	Student	Reflection	
The teacher engages the class in a discussion to identify a problem’s criteria. As a class, students identify 
criteria for solving a problem. Then, individual students answer the questions, “What’s working?,” “What’s 
not?,” and “What’s next?” based on the criteria. The table is an example from Setting	and	Using	Criteria: 
Knowing	What	Counts	(Gregory, Cameron, & Davies, 2011, p. 55).	

Criteria	
for	Problem	Solving	 What’s	Working?	 What’s	Not?	 What’s	Next?	

Understand the problem. You knew what to look for. 

Choose a strategy that 
works. 

You tried drawing 
diagrams and underlining 
important words. 

Think back to the 
problems we did on page 
11, or talk to Jeremy. 

Find a correct solution and 
tell how you get it. 

You didn’t go quite far 
enough. There is one more 
step. 

Give examples of this kind 
of problem outside the 
classroom. 

Your example was 
accurate. 

The collaborative team identifies all students who need to work on the same criteria. Next, the team plans a 
“prevention” instructional experience, so learners get time and support. The team has slated 30 minutes each 
Friday to respond to identified areas of need. This time is protected.  

Activity 8:	The	Final	Before	the	Final	(Erkens, 2012)	
Mrs. O’Malley plans to give her final exam two weeks before the term ends. Students who do not pass the 
exam spend the next two weeks identifying and closing gaps as they prepare to retake the test (different test, 
same learning targets). 

The collaborative team, including Mrs. O’Malley, identifies interventions for each essential outcome or 
standard on the final exam. They base interventions on their analysis of student mistakes and errors.  

After showing mastery on the exam, students move to enrichment activities that can include coaching others 
who did not pass. 

The team analyzes results and plans lessons and activities for each essential learning on the final exam. The 
chart that follows can help guide that work. 

(page 5 of 10) 
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Teacher	Analysis	and	Planning	Chart	

Essential	Outcome	
or	Standard	

Items	
Number	of	Students	
Not	Mastering		This	
Essential	Outcome	

Potential	
Misconceptions	

Tier	1	Intervention	

(page 6 of 10) 
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Activity 9:	Multiple	Quizzes	(Erkens, 2012)	
In each unit of study, Mrs. Weiss gives four ungraded quizzes. She scaffolds the quizzes sequentially, 
progressing toward success on the unit test. Mrs. Weiss does not include scored quizzes in the unit grade 
unless they show mastery, but they help students identify where they need more study. In addition, Mrs. 
Weiss gauges time and energy to help her students master content for the unit test. 

Using this approach, teachers can document gains in student achievement. Mrs. Weiss and her collaborative 
team analyze results from ungraded quizzes and plan lessons to help students better understand concepts. 

Misconception	and	Next	Step	 Misconception	and	Next	Step	 Enrichment	

Students	 Students	 Students	

Instructional	Agenda		
to	Target	This	Group	

Instructional	Agenda	 Instructional	Agenda	

(page 7 of 10) 
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Activity 10:	Laundry	Day	(Erkens, 2012)	
Two days before a final test for a unit, Señora Muñoz creates “laundry day” in her classroom, during which 
students prepare to “clean up” whatever they still don’t understand. Students take a quiz reflecting the 
learning targets to assess their progress. The collaborative team designed the learning activities for each 
group.  

On laundry day, students enter the classroom to find laundry jugs in four corners of the room. Each jug 
represents a different stage in their level of readiness for the test. Señora Muñoz models how to review the 
test and assess which corner they should select: 

 Tide:	Students select this detergent if they believe the tidal wave of information might drown them.
In the Tide corner, learning involves a comprehensive review of information or an activity that helps
learners experience knowledge differently.

 Gain: Students select this detergent if they understand basic concepts but miss finer details. Learning
activities involve a process of investigation. Students identify components they are unsure of,
examining the text, homework examples, internet searches, and other resources to gain their
answers.

 Bold:	Students select this detergent if they are confident they will pass the unit exam but still have
niggling questions. Students often create review activities for future classes or test questions for the
teacher. They then challenge each other, as they might in a game show, and complete the activities.

 Cheer:	Students select this detergent if they are confident they will succeed on the exam. Students in
this corner participate in enrichment activities to extend and refine their learning. For example, these
students could mentor the Tide group, looking for creative ways to present information. They also
could take their learning to a deeper level by applying it in new contexts or creating something new.

Using a quiz or exit slip to show where they belong, students select their corner. In the laundry jug, they find 
worksheets, activities, instructions to support their growth.  

Students work on these activities for one or two days before taking the test. “Laundry day” is an established 
practice in Señora Muñoz’s classroom, and students come prepared. They understand which corner to visit 
for that unit and get promptly to work. 

No work generated during these activities counts in the grade book. Señora Muñoz encourages students to 
use these activities to ensure mastery of essential standards for the test. She moves around and offers 
immediate feedback as students need support. 

 (page 8 of 10) 
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Activity 11:	Monday	Quizzes	(Erkens, 2012)	
Individual teachers give a quick five-point quiz to their students each Monday; the quiz focuses on learning 
targets for the week. At day’s end, the teacher team gathers and sorts student quizzes from their classroom 
piles based on student understanding or misconception. Categories include items such as: 1)	Students	don’t	
understand	“X”; 2) Students	don’t	understand	“Y”; and (3) Students	do	understand.  

Next, team members select one pile and create a series of learning activities or experiences to support those 
learners. On Tuesday, teachers re-enter their classrooms with three or more differentiated options. They 
meet with students on goals and activities related to their learning needs. 

Students remain in their respective classrooms, and teachers monitor all three groups at once. The team of 
teachers moves about rooms throughout the week with student names on their clipboards. They watch 
student changes in learning readiness as follows: a plus sign (+) shows the student understands, a minus sign 
( ‒ ) indicates the student doesn’t understand, and a question mark (?) notes understanding is questionable. 

(In a second option, students move to different classrooms for the week based on their learning needs. In this 
model, each teacher takes one group of students and facilitates the learning activities).   

Finally, the team gathers at each day’s end for quick problem-solving meetings to determine next steps in 
helping achieve content mastery before the Friday summative assessment. 

Activity 12:	Correct	or	Incorrect?	After correcting an assessment, tell the students their score (i.e.,
3/5) or write it on the top of their paper.	Do not tell them which ones are incorrect. Instead, have students 
work with a partner to figure out what needs to be changed! 	

Activity 13:	Rubrics	Used	for	Descriptive	Feedback	and	Intervention 
For essential outcomes with rubrics, a collaborative team creates each level to describe qualities in work. In 
this way, the score indicates student strengths, and the next level notes steps toward higher mastery. Next, 
the team calibrates scoring and identifies criteria for each student’s efforts. Finally, the team develops 
interventions to help students move to the next level. 

Here’s	an	example	of	how	it	can	work:	An industrial technology teacher creates short rubrics for each 
student project. The teacher frames the rubrics in positive language; each level describes what is present 
versus what is not. Students keep the rubrics in a folder for reference.  

The teacher puts a sticky note in each student’s folder with the rubric score. The teacher also taught the 
students to reflect on the rubric. For example, a student receives a score of 2 for symmetry, so she looks at the 
level 2 description describing her status. She then looks at level 3 for the next step.  
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In other words, when teachers frame a rubric in positive language, students can focus on developing 
confidence and setting goals. These reflections can consist of exit slips or a running journal or log. The 
industrial technology teacher meets with teachers in other disciplines; together, they analyze the work of all 
their students, designing instruction to move their work higher on the rubric. 

Activity 14:		From	Descriptive	Feedback	to	Student	Assessment	
In this activity, teachers help students move from feedback to self-assessment. 

Here’s	an	example	of	how	it	can	work: First, the teacher shows a rehearsal or a concert video clip, 
modeling how to offer descriptive feedback. Descriptive feedback could focus on any criteria or aspect of the 
performance that needs work, such as tone, dynamics, and intonation. The goal is to get students to discuss 
what tone levels sound like and how to improve tone. 

In the second step, show a video clip of a student playing, singing, and performing. Ask students to record 
their feedback, describing what was strong about the performance and what actions would help the student 
improve. The teacher engages students in sharing ideas and enhancing their understanding. 

In the third step, show three clips and have students provide descriptive feedback individually or in groups. 

Finally, students assess their performances using the same criteria. It is helpful to write and post descriptive 
feedback so students can evaluate their work. 
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Self‐Assessment	and	Self‐Regulation

Crick,	Ren,	and	Stringher	(2014)	contend	self‐regulation	is	a	vital	trans‐disciplinary	and	
lifelong	competency.	The	self‐regulatory	process	includes	incorporating	practices	that	
consider	student	efficacy,	interest,	and	outcome	expectations.		

Not	only	can	students	monitor	their	learning,	but	they	can	also	be	aware	of	how	they	learn	
before,	during,	and	after	any	instructional	processes—that	is,	through	metacognition.	Most	
researchers	view	self‐regulation	as	a	cyclical	process	of	interrelated	phases	(Brookhart,	
2013).		

While	Barry	J.	Zimmerman	(2011)	articulates	the	self‐regulation	of	learning	as	three	phases	
(forethought,	performance,	and	reflection),	Paul	R.	Pintrich	and	Akane	Zusho	(2002)	
identify	four	(forethought,	monitoring,	control,	and	reflection).	While	each	model—and	
others—may	vary	in	the	minutiae,	they	all	distinguish	among	before,	during,	and	after	
learning	processes.	

Questions	to	Guide	Self‐Regulation	
 What	are	my	learning	strengths?
 What	do	I	need	to	learn	more	about	and	improve?
 What	is	most	interesting	about	this	work?
 How	much	effort	did	I	put	into	this	learning?
 When	was	I	most	motivated?
 When	did	I	lack	motivation?
 What	helps	me	persist?
 What	gets	in	the	way	of	my	learning	and	growing	(classroom	conditions,

instructional	activities,	other	things)?
 What	does	my	summative	score	mean?	What	am	I	learning?	What	contributed	to	the

score	I	earned?

Critical Thinking Criteria
The use of a frequency scale is not	necessarily	an	either‐or	kind	of	decision.	In	most	cases,	
thinking	is	scalable,	meaning	more	conventional	rubric	language applies. However, the
frequency scale does leave teachers	with	an	alternative	way	to	assess should the distinction
between	levels	of	quality	be	challenging	or	too	granular.	

Criteria Consistently Usually Sometimes Rarely

I	can	explain	the	problem	or	issue.
I	can	get	enough	information	to	help	
me	solve	the	problem.	
I	make	sure	the	information	I	use	is	
trustworthy.	
I consider all sides of issues when
deciding	on	a	solution.	
I	explain	my	solutions	clearly.
I	can	support	my	decisions	
with	facts	and	details.
I	consider	the	positive	and	negative
effects	of	my	decisions	
(Table	source:	Erkens, Schimmer, & Vagle,	Essential Assessment: Six Tenets to Put Hope, Efficacy, and Achievement in the
Classroom,	2017)
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Student Goal Setting
(Source: Adapted from Stiggins, Arter, Chappuis, & Chappuis, Classroom Assessment for Student Learning:  Doing It Right—Using It 
Well, CD-ROM chapter 5, “Goal Setting With Tests,” p. 5, 2004)

Name______________________________________________________________________Date______________________________________ 

Item 
# 

Learning Goal Right Wrong 
Simple 

Mistake 
Needs 

Further Study 

1 
I can identify important details in a text and 
distinguish from unimportant details. 

X 

2 
I can identify important details in a text and 
distinguish from unimportant details. 

X 

3 
I can identify important details in a text and 
distinguish from unimportant details. 

X 

4 
I can identify important details in a text and 
distinguish from unimportant details. 

X 

5 I can identify the main idea of a text. X 

6 I can explain details that support the main idea. X X 

7 I can explain details that support the main idea. X X 

8 I can explain details that support the main idea. X 

9 I can explain details that support the main idea. X 

10 
I can explain how images, tables, or diagrams 
contribute to meaning of the text. 

X X 

11 
I can explain how images, tables, or diagrams 
contribute to meaning of the text. 

X X 

12 
I can explain how images, tables, or diagrams 
contribute to meaning of the text. 

X X 

13 
I can solve a problem or provide a possible solution to 
a problem using evidence from text. 

X 

14 
I can solve a problem or provide a possible solution to 
a problem using evidence from text. 

X 

15 
I can solve a problem or provide a possible solution to 
a problem using evidence from text. 

X X 
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Student Goal Setting
(Source: Adapted from Stiggins, Arter, Chappuis, & Chappuis, Classroom Assessment for Student Learning: Doing It Right—Using It 
Well, CD-ROM chapter 5, “Goal Setting With Tests,” p. 5, 2004)

Name______________________________________________________________________Date______________________________________

Item 
# 

Learning Goal Right Wrong
Simple 

Mistake
Needs 

Further Study

1 
I can identify important details in a text and
distinguish from unimportant details.

X 

2 
I can identify important details in a text and
distinguish from unimportant details.

X 

3 
I can identify important details in a text and
distinguish from unimportant details.

X 

4 
I can identify important details in a text and
distinguish from unimportant details.

X 

5 I can identify the main idea of a text. X 

6 I can explain details that support the main idea. X X 

7 I can explain details that support the main idea. X X 

8 I can explain details that support the main idea. X 

9 I can explain details that support the main idea. X 

10 
I can explain how images, tables, or diagrams 
contribute to meaning of the text.

X X 

11 
I can explain how images, tables, or diagrams 
contribute to meaning of the text.

X X 

12 
I can explain how images, tables, or diagrams 
contribute to meaning of the text.

X X 

13 
I can solve a problem or provide a possible solution to 
a problem using evidence from text.

X 

14 
I can solve a problem or provide a possible solution to 
a problem using evidence from text.

X 

15 
I can solve a problem or provide a possible solution to 
a problem using evidence from text.

X X 

Student Goal Setting

(Source: Adapted from Stiggins, Arter, Chappuis, & Chappuis, Classroom Assessment for Student Learning: 
Doing It Right—Using It Well, CD-ROM chapter 5, “Goal Setting With Tests,” p. 5, 2004) 

Reference your data on the previous page and see if you are able to set meaningful goals for 
your continued learning. 

Name: Test date: 

1. My strengths (the learning goals I got right):

Learning targets: 

2. My areas for growth (the learning goals where I got some wrong and need
to study):

Learning targets: 

Choose two you got wrong and explain what your mistake was and how you might do it 
differently next time. 

Item # What You Did Wrong How You Will Fix It Next Time 

3. Your plan to address areas for growth:
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Grade 2 Math Assessment Reflection 

Learning Goals Test Questions Score 
How did I do? 

(Circle one) 

I can identify coins 
and their values. 

1 ____ out of 1 

I can do this! 
I’m getting 

there. 
I need help! 

I can add  
and subtract money. 

2, 3, 4 ____ out of 3 

I can do this! 
I’m getting 

there. 
I need help! 

I can solve real-world 
problems involving dollar 
bills, quarters, dimes, 
nickels, and pennies. 

I can support my answer 
with models and words. 

5, 6, 7a, 7b ____ out of 4 

I can do this! 
I’m getting 

there. 
I need help! 

I can critique the 
reasoning of others. 

8 ____ out of 1 

I can do this! 
I’m getting 

there. 
I need help! 

Learning Targets I know I can do: Learning Targets I am still learning: 

My Actions: What will I do to master
 the learning targets? 

 ____Ask my teacher for help.  ____Ask my partner for help. 

 ____Ask for more time.  ____Do problems on my own. 

 ____Other actions: ________________________ 

 Parent signature: 
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Name  Date  

Target  I Can  Got It!  Need More Help 

Read and explain the data represented by a bar graph. 

Read and explain the data represented by a pictograph. 

Collect and organize data into categories through a 
survey. 

  Create a bar graph to represent the data. 
 Include title.
 Label y‐axis—number of   ________.
 Label x‐axis for the categories.
 Identify the categories by name.
 Create a scale starting at zero.
 Determine the interval (1, 2, 3, 4, 5 …).
 Put my scale on the lines on the y‐axis.
 Form bars for the data.
 Write one less than statement with data.
 Write one more than statement with data.

Create a pictograph to represent the data. Include: 
 Title
 Key
 Categories
 Symbols to represent the key
 Key symbol to determine the interval
 Correct number of symbols for the data

  In addition:  
 Write one less than statement with data.
 Write one more than statement with data.

I am good at:  My evidence: 

I need more help with:  Where? 
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Grade 2 Sample Reading Tracking 
Essential Skill Goal Setting and Tracking 

Literacy: One hundred percent of students will reach a proficient or advanced level of 
independently reading and analyzing a text for character, central message, and vocabulary as 
measured by teacher created assessments. 

Scores 
Text 

Unit 1 Unit 2 Unit 3 Unit 4 Unit 5 
Advanced 

(10) 

Proficient 
(9–8) 

Basic 
(7–6) 

Beginning 

% Proficient 
or advanced 

Assessment Design
Each assessment has three parts, growing in complexity: 

 Section 1: I can determine the meaning of words and phrases.
o Four questions: multiple choice and short answer

 Section 2: I can ask and answer questions, such as who, what, when, where, why, and how 
to demonstrate understanding of key details in a text.

o Four questions: Multiple-choice and short-answer questions help determine
whether students understand key ideas.

o One question: Students generate clarifying, deeper questions about the text.

 Section 3: I can identify the main topic of a multiparagraph text.
o One constructed-response question or concept-map activity asks students to write

or show the main topic and specific examples.
 Describe the main topic accurately.
 Provide details to support the main topic.
 Communicate clearly, using understandable words, phrases, sentences, or

pictures.
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Sample	PLC	Assessment	Plan	for	the	Technology	Department	
(Thanks	to	Mare	Island	Technology	Academy,	Vallejo,	California	for	permission	to	share	this	codesign.)	

Teachers	in	PLC:	engineering,	Microsoft	Office,	coding,	and	robotics	(The	rubric	is	the	same	for	
all	of	them.	The	success	criteria	and	assessment	projects	change	based	on	the	course.)	
STEM	essential	standard:	applies	the	steps	of	the	design	process	
SMART	goal:	One	hundred	percent	of	students	will	grow	one	level	in	their	ability	to	apply	the	design	
process	as	measured	by	the	design	rubric	on	four	projects	over	the	course	of	the	school	year.	
Another	variation	of	a	SMART	goal:	The	percentage	of	proficient	students	will	improve	by	30	
percent	from	the	first	product	(glider)	to	the	final	product	(independent	and	creative)	as	
measured	by	the	design	rubric.	

Design	Rubric	

Rubric	 Description	of	Learning	Target	

Success	Criteria	
Different	projects	will	have	more	
specific	learning	targets	and	
descriptions	of	quality.	

4	‐	Advanced	

Demonstrates	the	ability	to	apply	knowledge	
of	the	design	process	and	its	components	to	a	
complex,	in‐depth	problem	
Communicates	effectively	and	thoroughly	with	
sophistication	

3	‐	Proficient	 Uses	the	design	process	and	its	components	to	
solve	a	technical	problem	

2	‐	Basic	
Explains	elements	of	design	
Recognizes	criteria	and	constraints	

1	‐	Beginning	 Identifies	the	design	process	

Table	for	Teachers	and	the	PLC	to	Track	Overall	Progress	

Assessments	
Number	

of	Students	
Scoring	1	

Number	
of	Students	
Scoring	2	

Number	
of	Students	
Scoring	3	

Number		
of	Students	
Scoring	4	

September:	Glider	

November:	Furniture	Design	

February:	Flight	and	Space	

April:	Independent	and	Creative	

Teachers	fill	out	one	of	these	tables	for	each	classroom	engaging	in	the	same	essential	standard.	
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Common	Formative	Assessment	Plans	

Drafts	of	plans,	quizzes	on	success	criteria,	or	other	pieces	of	evidence	that	lead	up	to	the	final	
projects	will	be	the	focus	of	common	formative	assessment	data	analysis.	The	PLC	gathers	the	
student	work	and	data	to	plan	instruction	and	determine	how	to	guide	students	in	creating	
high‐quality	projects.	

CFA	1:	Before	Final	Glider	Project	
Learning	Target:	Recognizes	criteria	and	constraints	

Students	take	a	quiz	including	basic	information	and	a	paragraph	on	what	criteria	and	
constraints	they	might	anticipate	in	their	glider	project.	The	team	will	analyze	this	and	plan	
instructional	ideas	to	help	students	think	through	their	misconceptions	or	push	them	to	
consider	these	elements	in	their	final	design.	

CFA	2:	Before	Final	Furniture	Design	Project	
Learning	Target:	Uses	the	design	process	and	its	components	to	solve	a	technical	problem	

Students	will	identify	a	furniture	design	problem	and	explain	and	describe	the	technical	
aspects	of	the	problem,	including	to	what	constraints	and	criteria	they	must	adhere.	The	PLC	
will	bring	these	reflections	and	pile	and	stack	based	on	the	level	of	understanding	of	the	
problem.	They	will	then	plan	instruction	to	help	students	consider	their	problem	more	deeply	
and	the	design	implications.	

CFA	3:	Before	Final	Flight	and	Space	Project	
Learning	Target:	Explains	elements	of	design	as	it	relates	to	the	flight	project	and	generates	a	
prototype	for	review	

Students	take	a	quiz	on	the	elements	of	design	related	to	flight,	and	the	PLC	analyzes	the	basic	
understanding	students	have	and	responds	to	any	misconceptions.	Then	students	generate	
prototypes	for	their	project,	and	the	PLC	analyzes	the	prototypes	offering	feedback.	That	
feedback	helps	students	work	in	like	groups	to	make	another	prototype	or	improve	the	one	
they	submitted.	

CFA	4:	Before	Final	Independent	and	Creative	Project	
Learning	Target:	Communicates	effectively	and	thoroughly	with	sophistication	

A	week	before	the	project	is	presented,	students	submit	a	draft	of	their	communication	plan	or	
presentation.	The	PLC	reviews	the	presentations	to	get	a	sense	of	the	strengths	and	
weaknesses	of	the	presentations.	The	PLC	plans	an	instructional	process	where	students	are	
self‐assessing	and	improving	their	presentations	based	on	the	areas	of	emphasis	provided	by	
teachers.	
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Chart	for	Individual	Students	to	Track	Progress	and	Reflect		
on	the	Essential	Standard:	Applies	the	Design	Process	

Student	Reflection	on	Progress	

Assessment	

Strengths	
What	learning	target	
or	success	criteria	
was	strong	in	your	
project?	

Evidence	
What	specific	parts	of	
your	project	lead	you	
to	this	strength?	

Improvement	
What	learning	targets	
or	quality	do	you	need	
to	improve	in	your	
design	process?	

September:	
Glider	

November:	
Furniture	

February:	
Flight	and	Space	

April:	
Independent		
and	Creative	

0
0.5
1

1.5
2

2.5
3

3.5
4

4.5
5

Rubric	Score
Points
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Music Formative Assessment 

(Used with permission from Jeff Wressell, Spring Lake Park High School, Spring Lake Park, 
Minnesota) 

Listening Summary, Je Le Vous Diray: Select two of the (three) examples of Je Le Vous 
Diray found in the resource file in Schoology. Write one paragraph comparing and 
contrasting your selected two examples. Then write a second paragraph choosing one 
example as your favorite. In that paragraph explain why you prefer it to the other. Make 
sure to utilize musical vocabulary when appropriate. 

Criteria 4 3 2 1 

Respond 
and Critique

Supports 
opinions with 
detailed 
examples, 
choosing the 
most relevant 
moments of a 
performance to 
support his or 
her opinion 

Adequately 
supports 
opinions about 
the performance 
or recording 

Offers limited 
development or 
support of 
opinion into the 
performance or 
recording 

Opinion not 
supported 

Making Use 
of Music 

Vocabulary

Uses music 
vocabulary to 
effectively 
communicate 
and describe the 
performances 

Adequately uses 
a variety of 
specific music 
vocabulary to 
describe the 
performance 

Limited use of 
music 
vocabulary 

No music 
vocabulary used 
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Music Tracking Form 

Use language from the rubric to reflect on each of your summaries. 

Critique 
and Date

What Was Strong?
What Needs 

Improvement?

On What Will 
You Focus 

in Your Next 
Critique? 

September 

October 

November 

December 

 What kind of skills are relevant to your grade level or course that might be tracked
over time?

 What do teachers need to know and be able to do to engage in this type of practice?
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Critical	Thinking	Criteria	
The	use	of	a	frequency	scale	is	not	necessarily	an	either‐or	kind	of	decision.	In	most	cases,	
thinking	is	scalable,	meaning	more	conventional	rubric	language	applies.	However,	the	
frequency	scale	does	leave	teachers	with	an	alternative	way	to	assess	should	the	distinction	
between	levels	of	quality	be	challenging	or	too	granular.	

Criteria	 	 Consistently	 Usually	 Sometimes	 Rarely	

I	can	explain	the	problem	or	issue.	
I	can	get	enough	information	to	help	
me	solve	the	problem.	
I	make	sure	the	information	I	use	is	
trustworthy.	
I	consider	all	sides	of	issues	when	
deciding	on	a	solution.	
I	explain	my	solutions	clearly.	
I	can	support	my	decisions	
with	facts	and	details.	
I	consider	the	positive	and	negative	
effects	of	my	decisions	
(Table	source:	Erkens,	Schimmer,	&	Vagle,	Essential	Assessment:	Six	Tenets	to	Put	Hope,	Efficacy,	and	Achievement	in	the	
Classroom,	2017)	
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